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The' first part of this manuscript, Part I, related the "initial efforts" of
a teacher who attempted to apply the value clarlrlcatlon appruach. with his.
eighth grade social studies class. )

To' review very briefly, the value clarification approach is concerned
with helplng 1nd1v1duals utilize the seven processes of valulng, which
according to.Louis E. Raths are-

, PRIZING one's beliefs and behaviors
l _priZing dnd cherishing
2 publlcly affirming when approprlate
CHOOSING one's beliefs and behaviors
3. ch0051ng from alternatlves v -
4. qh0051ng after'con51deratlon of consequences ’

. . 5. ch0051ngxfreely

A ACTING on one's beliefs- / ‘!
6. actlng .
7. acting with a pattern, cpnsistency and repetltlon
The object therefore, is not to instill a partlcular set of values. There is
a very important, indeed a fundamental-dlstlnctlon that needs to be made betweén
teachlng the process -of valulng and teachlng the content of people s values'

[
‘Barkry Kingman dlsczifes his concern for the need to develop
‘to- assess the effectiveness of the value clar1f1catlon approach

» INn Part 11,
evaluation tools

. and the steps he took to de51gn such format1vp and summative . evaluative instru-
. ments. - . » | L ;
Of special interest is the way in which the author analyzes the. data he ° )

complled and . then modifies his teaching strategies to increase the effectiveness
- of the value, clar1f1catlon approach. This clear example of the use of formative
evaldation hlghllghts one of the most 51gn1f1cant dangers of relylng too *

heavily on summative evaluation.

If we delay evaluatlon until after the

instruction (course, unit,

etc.) then we no longer are in a p051tlon to benefit

from this feedback and to make the necessary modifications that would allow us
to increase the effectiveness of the teaching-learning experience. .
. ’ ¢ ) =
- S = .

i Eli Seifman (General Editor)

Stony Brook, New York
AHA/HEP Occasional Paper Series




) The Development of Value Clariflcation Ski11s-
Initial Efforts in an Eighth Grade Social Studies Class

o

Part II *

. ' Barry Kingman
I 2 : ~ Juné' 8, 197k

. In a.paper submitted to ERIC last spring I pointed to the -
/need:to hear from teachers't;yiné\to incorporateenew methods into
their classroom activities, I discussed my_first attehpts with the
value‘clanification techniques suggEsted’bv'Louis Raths and his
associates. This paper continues the discussion covering my efforts
from January through the end of the year. Seven months after 4 ‘ %
jencount2ring Raths, I am convinced that values present a key h

challenge to social studies teachers. I am also left with, strong

‘doubﬁs about how effective I have been, The 1imitations of the

v

evaluation tools I used make 1t difficuit to assess my success or
\failure. It might ‘well be thdt I have failed ?gre than otherwise. I,
do ‘not feel that this is cause for discouraggment. Educators are
faéed’withyan enormously complex process, miuch of which is simply
not.understood. It should not be surprising that neaningful
‘development,does,not come(easy, |
Before moving‘into the specifics of"my c1assroom experiments, .

a brief discussion of the materia1s on which they are based might
/be helpful Louis Raths and his associates approach values with an
.emphasis on skills rather than specific values. They provide/a

-

. ¥ %
EELEL P TP L L L T T g X : ) / ’

*I am a part-time teacher at Harbor Country Day School on
Long Island and a full-time graduate student in_history at SUNY
Stony Brook. Although my situation is somewhat unique, like most
teachers I face two generalyproblems in trying to develop new
teaching techniques: I have not done pedagogical research .on a
doctoral level and I have a busy schedule, -
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a series of techniques for defelopiné these skills based on seven

;onderlying'instructions to- the teacher:

i. BEncourage children to make choices, and to make
‘them freeiy.” ,

2. Help them discover and examine ‘available alternatives
when faced with choices.

'Help children weigh a1ternatives thoughtfully,
reflecting on the consequences of each.

Encourage children to consider what it is that they
prize and chérish,

5. Give them opportnnities to make public dffirmations of
their choices. o

6. Encourage them to act, behave, live in accordance W1th '
* their choices.

. 7. Help them to examine repeated behaviors or patterns
in their 1ife.‘1 ‘

The mere existence of this outltline 1nd16§tes a contradiction

in Raths‘ approach. He emphasizes free choice, while forcing or

manipulating students to follow his model This year I have faced a

'similar contradiction. To insure .free ch01ce, I have tr1ed to break

/
~down the blinders. of the students' soc1a11zat10n~ yet th1s in 1tse1f

was a limitation of choice. These contradictions, however, are more

theoretical than real. Whatéver the limits of choice implicit in

~ my approach and in Raths , they have far more potential for free

choice than any a1ternat1ve short of chaos, and that has 1ts own
confinement, T

‘ Lawrence Kohlberg approaches value clarification more empirically.
He pdints to'studies that,"didactic ethical instruction" and attempts
at home to develop "good habits" -have littie effect.2 These studies
iead to two further conclusions, The first ciaims that morality is
nerely a response to the specifics of ‘a given‘situation.{The second

7
©
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cladms that morality is determined in early;éhildhood‘and stems

from "deep emotional tendencies and defenses. Kohlberg admits that

:theso nihilistic 1nterpretations have a limited validity, but stresses
the more hopeful results of his eighteen year study of fifty ‘male

youths interviewed at three year intervals. The study'indicates that

g See Appendix I
children develop through six moral, stages.p(?rossxcu tural studies

indicate that these stages are universal embedded in human nature

— __,.“,_l--
-

rather than in spec1f1c cultures (although 1solated, pre-literate
| ment. -
cultures can limit developﬁ Advancement to the higher. 'stages

includes "an 1ncreas1ng_awareness of Justice ard & disentangling of
justice from thc'particulartgccepted rules of the cu]l.ture.“3 It also-
means an increasing capacié; for moral judgements which "unlike\\ ;
.'udgements‘of prudence or esthetics,.tend‘to be uni?ersalistic,
.nclusive, conﬁistent and to be grounded in objective impersonal,

r_idgal/grounds. Kohlberg's age chart 1nd1cates that most of my

students at age thirteen would be at the two stages with a "good-boy
5

and an "authoritysand social~order maintaining" orientation.
Although Kohlberg emphasiz%s skill development, he dénies that
7

all values are relative and urges. that we go beyond valuerclarification.
Raths is ambiguous on this point. He says that values are relative

to our environment, but in a discussion of b1gotry he implies that

it‘1s something which should be discouraged regardless of what it is
reldtive to.8 My own approach has followed Kohlbeg s advice. I

pur sue valueﬁclarification by trying to free children from a narrow
socialization AND expose then to a;wider spectrum of choice, hut 4
ultimately I impose the'limits of a new, broader socialization which
,stresses the development of humane sensitivity. It limits choice, but

v

not in the parochial sense of patriotism and respect for the teacher._

Q
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It does not stress specific values, but rather a broad awareness of

man's potentia1 for suffering and happiness.

David Krathwobl, Benjamin Bloom ‘and their associates have
expressed -concérn aboul the lack of clear affcctive educational
' goals, In response to the problem, they have separated affcctive'frou
cognitive goals and organized a "neutral® hierarchical taxonomy
based’on increasing complexity. abstractness and internalization.
(See Appendix II. ) The taxonemy is divided into five major categories
beéinning with receiving, At this level the learner "is sensitized to
the existenco of certain phenomena and stimuli" and be is " willing to
receive or to attend to them." At the third level the student develops
‘:a belief that "a. thing, phenomenon, or behavior ‘has worth." At the
fifth level the student has developed a consistent value system or
nworld:view“'sufficiently internalized that he often acts upon it
unconsciously. krathwohl‘points out that developnent on the higher levels
C will probably not result from the efforts of a single course.gl |

At one ;nint Krathwohl provides a list of actions, asks the reader
to respond by identifying where they fit on the taxonomy anJ then ~i v
provides his own responses:\On a third of the actions my responses°did
not agree with his. I went back and .reread his discussion of the
. taxonomy and still had difficulty resolving the disagreement. The
problem here might have been my lack of understanding, but I also )
suspect that the taxonomy is somewhat ambiguous. The authors admit
in, their introduction that they faced greater difficulty on the,
affective than on_ the cognitive taxonomy. In, spite of this ambiguity

/ .
the taxonomy has been helpful in placing my work w1th/values in a wider

framework, It haS‘sensitized me to the limits of my imbact. After a yvear's

Q
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; work with values I have found no evidence of value activity beyond

: .the taxonomy's third stage., :
Raths, Kohlberg and. Krathwohl all approach value develonment ’
with frameworks whlch transcend speclflc values. These frameworks

d0nacepmodate a variety of value systems, but they are not all

., . inclusivé., Their basis in Western logic and a premise of instability

o would, reject traditional Afrigan value systems which tend towards

- . . . . . . . . -
the preservation of relatively stable traditions, There is né assurance

~

that man has become happier or known,a better quality of 1life due
v & . . . = * \ . ’ . " -
- to- the use of Western type value systems, None of the ahove writers, .

- however,.even considers that there might be an alternative to the

Vestern appreoch. My own experience‘has found the Western approach

3

helpfui and preferable to the Afrioan alternative. (I have lived in
Afrlca for three years.) The material power resulting from change
and Vestern logic presents the potential for agreater diversity of

/
. human experience and provides protection in an aggressive 1nternat10nal

system. Nonetheless, 1n face'of,doubts about whether Western man is
xreally any happief for his material wealth, it would seem unfair to
teach the Western approach~withou% at least creating an awareness of
the traditional African alternative. -- and others as well,
Speaking on the freedom to learn in 1945,'Carl Becker said that he was -
‘less concerned a?°“?,this issue in the high schools because that was
a time fo learn the facts.lo‘dent& years later, Arno'éellack's \~
, ‘ observations indicated that contemporary teachers, whatever their R
) °rhetorie, were following Becker's advice.'They were consistently
using a-fairly rapid teacher solicitation, student response; teacher

‘reaction pattern on mateérial that required memory rather than higher

‘00008 [ /
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cognitive processes*..l1 With such a "classroom language" there is

littie potential for dealing with values. X )

Tﬁgge should. certainly be a place in the classroom for new
dgta to .expand undévelopeﬁkperspectiVes, but the reality éeveale@
- by gellgck%s obser;;tions indicétes a failure to balance this n;ed
for data with other equally importanﬁ needs. This problem has been
so e;%en§ive1y discussed'o;er the iast cen%ur& that thé failure seems
to- be less one of undersfgnding tﬁan‘implementafiqn. Tﬁe'dafa trap
seems to have an';rresistaﬁlelattractioﬁ_s?milar to the mileage ‘
syndrome on a long tfiP’ you always want to maﬁ;va few miies more.

-

_ Hunt and Metcalf present oné way to avoid the t}ap: begin with}
“ggerction and 1et’it determine what and how much‘d;ta i; needed.12
'Thg problem 13 that such an approaéh requires a fléxibi}ity ﬁpat,is
impossible with a fixed qurricul&mLor a t;xt bpdk Brien;atioé. Even
"if the teacher is‘willing to bes flexible, he faces the p*obﬂem of
finding the néeded data and making it availabiq to his stud;nts.

In a'school with a 1imfteé;iibrqry I have found it helpful to. give
Br;ef 1ectu;es when data not found in the readings is needgd.
. ‘Writing fof'the National EOuncil for the Social Studies, Richard
Gross says éhat &qring a value di§cussion—thé teacﬁer should maint;in

focus and -calm and "see that the class percei =s the objectives in

> i

-

‘the sfudxi‘that it really understands the iss?es involved and their
implicatiofxs."‘l3 Vkile %he teacher undbubtediy ﬁust‘do this gt‘first
to establi;h a model, it would seem equaliy important‘to e?c9u;age
the students to do this themselves, even if the,diséﬁssion beFoyes

less efficient and sophisticated. Students are probably influenced

more by process than content anyway; better o process of responsibility

* 00009




" Taml self initietioe.than one of depehdenee. '
l "Groséfaleo stresses the‘neq@ for ccmpromiee in éiScussing
controversiﬁl.i;Sueéi kéé1£éf§fc£it{b}zes thisrapproach as a facade

. : . ) '
for fofCing %ubépultunes into a middle class mold.1 Wh?ie a certain

level of consensus and compromise is'essential for a functioning

social order, one can ea511y thlnk of compromises which should not

-

be made. If 2 fellow soldier is killing innocent civilians, should

an obgectlng comarade- -agree to a reduction of tne victims by half?

/

Rather than stressing compromlse, 1t would seem betfev to br1ng up

the issue of when‘compromwse is Justlflable and when it is not,

- (B

InxSe}quwareness Through Group Dynamics, Robert Reichert

Yétresses that: true education must have an impact on life style,

The thoughts of the classroom must be linked to action. He proposes y
that'tne link be encouraged throughl simulated experiences., ¥or

example, during a unit on fhedom and ;§§ponsibilit} he would ose a
~simuiation where the students are divi&ed into groups and told to

‘hold their arms out as long as p0551b1e, even if it hurts. Those who

let their arms down would make their whole group suffer. This experience
éz%ollowed by a dlscu551on of how the dlfferent people felt and

behaved, 15 I have not yet tried such»s%mqlatlonsbecause at first I

‘felt thet they woul& be superficial and contrived, A"recent experience

. — 1N
. .. *
at a%&orkshop for teachers, however, has changed my mind, Axdiscussion

full of glib rheteric nas made produetive by a simulation that forced

the participants to consioer theif words in terms of real action.
Raths also-etressés the thought-action Iink. He proposes action

projects where students would ;ry to have an impact on their community.

Such pro;ects might be good léarning experlences and mlnht establish

a model of active concern, but they have serious 1im1tat1ons. Raths |

-

= ; . . 3

o

I:R\(: American “istorical Assoc.,, Faoulty Dovelopment\Program, William Taylor

— . _ 00010 - Director.
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sees these projects. as a means of showing the students that they
have power.lG.In fact childrén and adolescents are virtualiy
powerless. Until recently they could be expelled from séhool without
“the fourteenth amend ent protectlon given adults, The resu1t is
that action projects must be limited to marginal actlv;tles like the.

student campaign promoting seat belts described by Raths. (Even here the
A,;rer .
als necessar11y a token due to. lack of resources.) It is difflcult

to imaglne school admlnlstrators tolerat1ng an action proJect to

- K™

limit the princgpal*s punishment powers, or to'organize a truly

independent student newspaper. ?n_face'of these realities action

.
— -

projects face the danger of encouraging meaningless,gestures as a

substitute for real actlon. ThlS does not mean action projects should
;~\
be e11minated Pr0posed projectstwithin school rules mightlbe %

»

encouraged ‘but w1th a discussion of the rea11t1es of power and tokenlsm.
With more rad1ca1 pr01ects the teacher might in1t1ate L dlSOUsslon of

poss;ble consequences'and then w1thdraw to let the students make their

|

own decision, lhe-teaqher thenam&st\examlne his values to decide
Ay ‘\ : . " f

how far he will support them if they decide to continue,
. : 5

!sharp dinterest

Several times this year my students‘have shown a
in va1ue_discussion; on issues ciearlf‘outside-their %ealm ofﬁact;on
—- interventionism,, foreign‘aid!;abuseéof Qrééhdentia% power, capital_
punishmentr-Since‘there can be 1little potential for effective student

action in these areas) are the discussion\worthwhile7 Regirnald

Archambault in an art1c1e in the Eazx_;d_pdng_t;gnal_ﬂ;x;gw says yes.

evedit wou;d be dangerous to be11eve that success in moral
instruction in thislhon-actlvg sense would be trivial or
: vacuous. For although it is true that knowing the good
‘ does not guarantee the doing of it, it \is similarly true that
an absense of knowledge of the good anq skill in judging the
.good of ten makes moral conduct imp0551b e, even if one desires

*#
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to do the good and has the will to uo so. ?~,

! ° - - L R
I have.often found it possible fto translate value topics with

. a low potential for action into issdes in'the 'students school life

——

where at least somec action is poss1ble. Pres1den$1al abuse of power

might be. tranelated 1nto teacher abuse of power. Foreign aid problems

might be brought home by relating them to thae issues of financial ot
/. =

~aid for poor students. ,'f ' " N _\\\\]'
r

Ly Raths brings up a further problem in developing the thought-

AN
them among those limiting student

actions. Raths accepts this ane merely urges the teacher to be honest

action link leacher police duties place

il
ot

18 .
about his p051tion. But to confine the students w1th1n the rules

. is to guide thpm into -a cbnservative or liberal mold To Ppermit a'

g/ .
of breaking the rules as long as the students ‘consider in advance
. /

- 2

‘ the possibility of punishment.

: Perhaps as: fundamental as the need for a link between thought and
:actlon is a need for a free flow of 1deas without closed topics of
taboo opiﬂions. I have already mentioned doubts that the skills of

- Western logicxnecessarily lead to social progress. However, given that

- . »

American society suffers from an underdevelopéd sense of social
Justice and 1s still not even approaching an e;ultable di stribution
of its resources, it seems to me that, hdgevvr dim the- hope, there
Ais a greater potential in change than in stability, Thus the need for
a free flow of jdeas, even those which challenge sacred traditions. ‘
Raths’.concern for d.free flowagf ideas is reflected in his
'S‘emphasis on’alternatives. He Speclfles, however, that "avallable" .

- alternatives be considered It is not clear what he means by available,

but this might 3mpose 2 bias for moderation. Raths sees the media

A
»?

;EC LT o002

~}

radical option, ‘it would seem better to leave open the possibility ’ :'"
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as a pqsitive force dn the presentatioh of alternatives.lg But if
the media expose youths super?icially‘to other cultnres, they aiso

- manipulate them into a moderate mold. Radical alternatives are
/ o7

A , .
. Simply left out or relegated to some mﬁdnight talk show. The media,
‘for example, have cowsistently based th ir Watergate coverage on

/Ahe a sumption that it stems from evil men or inadequate laws

' -
/ -

: / rather than from a dysfunc%ional social order., No one has looked to
- / . . . . . . ] i . .
7’ the predatory basis of our economic system as a possible’ ansyer,

i , ‘ ,

7‘This should'nbt be"surprising. One'would be naive to expect the

i
'

[}

American ruling class to use the mechanisms at its disposal to 1ncrease

\
A

! the ptoential for its|own destruction. ‘ .

v‘ » 2.

) If the d1scus51on of ‘alternatives is. to be more than mere sham,
, the teacher has a maj%r responsibility to break thé blinders imposed :
M . ) . ’ . "", ‘ - ) . L N
by the media and’the]present socialiiabion process. In face of this
6 \l

&

respon51bilit) there is ‘no time to present all the 51des of an issue

-

as. Richard Gros- =uggdsts. Students have already.been subjected to

- M ("

an overdose of establishment alternatives. For real choice they now
\
; need an awareness of new alternatives. \
. ‘/ » i \\ - s R
s As a teacher who finds ‘the predatory basis of Amerlcan sooiety

distasteful, Iam particularly willing to create this awareness. When
1ssues come up I express my cooperatlve values, but "as a learmner

,-“among lea:f*ners.”21 In dfing so I fulfill an obligation to act upon

my values and Presen:h:he students with non-establishment alternatives.

Anyone who suspects t Ira ctually indoctrinating my students

“

=

need only observe the regdlarity withiihich they contradict me,

PO 2

Given the need‘forifirst -amendament rights in the classrobm,

the constitution as interpre+ed in the cou ts gives_the teacher ~only
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"establlshed on what 1s-or is not acceptable. . : . *
|
\
|
l
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!
partial proteqtlgni~zhe National Council for the Sécial Studies, -

/

suggests: P \F\, ) - | | _ .
Qurnent 1ssues,\planhed or incidental should be calibrated \
by the ‘teacher like deégrees on a thermometer. Those that )

‘register about 212°1n the Tocal climaté of opinion are
usually best left. alone. 22 : .

-~

Until 1952, . government jobs were considered a pr1v11ege and any

\

<

-~

restrictions on const;tutlonal rights was acceptable. Although this

_has been reversed, the dégree to which teachers are free to speak has #

T e

still not been clearly defined by the courts. Most decisions protectirng )

A

academlc Freedém apply to the college level w1th greater restrictions

\
-allowed - at a High school level, As late as 1965 in Parker v. Board

H

of Educatlon, the Supreme Court ruled that a teacher could be fired

for asslgnlng Brave,New:Wofld; S;nce then the courts have moved

towards greater teacher protection, but in 1971 a court of appeals

| \ o .

again stﬂesse@ that teachers do not have completely free speech: '
Free speech.does not grant.teachers a li?ense to say or . B
write in class'whatever they may feél liKe..,. the W
~propriéty of regulation of. sanctions must depend on such ‘ 1
circumstances as the age and sophlsflcat on of the studerts, ‘ :
the closeness of the relation betwelen the specific technique !
used and some concedely valid educationall objective, and {
the context and manner, of presentatlon. 2 '

To avold unnecessary confrontatlons between school adminlstratlons\

4

and teachers the courts also require that clear guide-~lines be ‘

If a teacher feels he has been dismissed in violation of his
rlghtS/he can sue for "1n3unct1 e re11ef anq,damages" under the
ClVll//ightS Act of 1871. Thls also applies to teachers who have
lost the1r jobs because the1r contracts were not renewed. 2k ' «

v//Srﬁce I teach in a pr1vate school const1tut10nal protection

" does not apply. To protect myself, at the(beglnnlng of this yéar
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(my‘first), T usually discussed controversial materials with my
anincipal before presehting them to the.class. I also made a point
of showing her other materials I was developing in order to estahlish
"professional“ credehtials. |

*

After my first aftempts‘with value clarification exerclses,

:\ . I began to sense a need fgr some sort of evaluation beyond mere ¢
; \impressions. Bloom and his associates point to the’tendancy of
N

teachers to expect about a thlrd of the class to really understand,
another th1rd to- partly underivand and a f1nal third to fail, They

cr1t1clze this as wasteful and.claim that 90% witn thorough—under-

i . e vt e
* 4

standing rs not an 1mposs1ble goal. 25 I was certainly nowhere

near this. To increase efflclency Bloom recommends a ‘more pracise

P

statement of goals and the development of evaluation dev1ces to

~
~ - e

determlne the degree to which they are fulfllled He admlts that

-
T - - . o -

curriculum variation from class to class and school»to school makes

-

e -

: : . . \ L. b
it difficult .to deﬁelop ready~made evaluation materials. To help

«)1 N .
teachers develop thelr own devicPs he presents a variety of techniques

1ncluding interv1ews and a progectlon technique wh1ch presents an

.

1mage and has the -students describo what thoy th1nk is going on.

‘He,algo provides sample questiopnalres designed to measure attalnmeqt

of different levels on his. taxonamy.<l -

Bloom admits that affectlve evaluation devices face special
prgblems. Gn questlonnalr°s, students can h1de behav1or they feel will
Causs djsapploval Attempts to observe student behav1or in natural
s;tuatlons face logistical problems that make a systematlé approach'

difilcult. Tenchers usually do not have students long cn6ugh forxr

- . meagurable changes. 1n the hleher levels of the tayonomy. Changes

%hat do .occur mighv be only temporary.28 It woul@ also seem difficult

-
! 2
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to pin-point cause and effect witﬁ something as complex as developiqg n

a consistent life philosophy. Development that Begurs might be due to
influences outside the eiassrbom. Bloom and his associates do net .

feel these problems are insurmountable;

-

Edmund Amidon and Arno Bellack have dOVe1oped evaluation devices

See Appendix IXX
which measure classreom interéction?BTHeSe too prov1de preclse

-

;,A information about classroém discussion that indicates whether or
_ not the students are actively using various skills and the degree to
wiich the teacher is tranéfating his discussion strategies into reality.

o
?

Amidon's system teélls who is making & comment, where it is directed

’-/"ﬂ
e

- and whether the comment is reSponding or initiating. It_has,been
helpful in showing the degree to which interaction has been igitiated
by the students and how -often interaction is between studehts rather

than between student and teacher. Without a large amount of student
A ‘ Y .
initiative and student to student exchanges value clarification becomes

i

a teacﬁer~dominated process, with a high degree of student“deﬁendencet

Aiquan system is limited because it does not indicate which‘coghitive

‘processes are occurring and because out of fifteen categories, only.

" five are for students. Thus in student to student dlscussionf the

29 . L - /
/

Bellack's system indicates who is speaking and»whetherfthe comment

information provided is insufficient.,

is structuring, sollciting, responding or reacting. His syd&em goes

l
beyond Amidon's and indicates the 10g10a1 and Lnstructiona content

4

of what is be*ng said, The" system s complexlty is both anjaid- and a

barrier. Full utilization would require %Efeater effort than most

teachers, with a variety of fespbnsibilitie% have'the"t%me to make.ao'

»

One might object to the above evaluative tools on the grounds

. * !
that teaching is an art like music or painting. Excellénce is based

1
i
l
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' on,creative'sensitivity uhich cannot be measured with quantitative
evaluation. Thisxpartly true, but eten the musician and the painter
deal systematically with teéhnique. Technical expertixe, which can
be measured, increases the potential for the creative capacities.

I did not feel a need to develop evaluation tools until after
several months of work with Raths value c1arif1cation techniques
and some of my own.~I»began with the clarifying response and the
" value sheets I discussed in the paper submitted to ERIC last sprlng?j
At that time I proposed a more systematic approach to clarifying
‘responses to insure that I was encouraging all seXen parts .of the
ciarifying process.on more than just a_small group of students.

Several weeks later I made .a clarlfying response chart showing the
student involved and those aspects of the cJarifying process
encouraged by the exchange. At the end of each morning s c1asses

”

(I amiwith the students for two hours,three days a week) I recorded

~_ e o

the value clarlfying exchanges that I could remember. After two weeks,
I had recorded seventeen exchanges. With a class of twelve students,
I had used the technique three or four times with a third of the class,
‘one ‘or two times with a third of the class and.not at all with a third
of the class. I might havé been more thorough than the chart indicates,
Some‘clarifying responses might have been made unconsciously or
might have been simp1§ forgotten.before I had a chance to record them,
The students that I had highest contact with were students who seemed
to need a high level of teache:x contact. Of the four students who
received no clarifying responses, three were students who- generally
‘preferred peer company and had 11tt1e 1nfo"méi contact with me.

To extend my use of c1ar1fy1ng responses to students who rarely

spoke to me, I decided to try initiating exchanges that would lead

Q
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to'these responses. I made a brief 1ist of possible questions which
might serve as catalysts:

1 What are you going to- do ‘today after school,
during recess, this weekend etc, -

-2, When did you do last night's homework?

3. How much time did you spend...l
The results of these questions were mixed, They succeeded in 1eadingr
to clar1fy1ng exchanges, but because they came from the outside
rather\Ehgn from the studerit, the discussion that followed was some=-

Y
times polite, but less than enthus1ast1c.,qu_exawple, I asked a sStudent

¥

what he ﬂes‘going to do after school. He .replied that he was going
Ate play bagketball, I then asked him if there were other”things he

might\do.afﬁer ‘school., He answered, but I sensed that he was merely
¢ . b - . - I
bedng polite and was not really concerned with what we were talking

Iy

about, In contrast to this; c1arifying responses in exchanges initiated
6; students ‘tended to receive»more cageful attention. This was true in

exchanges on whether or not women should have to take their husband's
- f,

name, on how to stop an exam that was com1ng up,‘on ‘the use of

-

films in class.

a
5
*

The chart I had d1v1sed on, clanafylng responses also 1nd1cated
'_‘«.\
which parts of Raths valuing process were encouraged ,during'the

two week period., In the séventeen exchanges I recorded the emphasis

was uneven:

Parts of the process ‘Number of times‘encouraged
Ql.’Ma;efchoices - - . - 1L
2. Examingalternatives : . ‘ 9 R
- 3. Weigh consequences - 9
‘ 4, Consider what yon prize & cherish a 3

00018
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5. Make public affirmation of choices 5 o

6. Act on choices ‘ ‘ Iy
S 7. Examinclife patterns . Ca L

./ A ~ . C
The frequent emppasis on choice occurred because it seemed the natural

starting point in an excnange. Before pressing a student on the other
parts of the valu\ g process I instinctively asked questions requir-‘
ing him to clarify and affirm his choice, Since the fourth part is |
sometimes implicit |{in the first,‘recording of encouraéement-of the 'J
‘two categories might have been confused The fifth and sixth parts. :
are essential but in exchanges on. topics beyond student con§rol
it see@ed unfair to stress action too strongly. Several times I
sensed a need to encourage students to clarify the~terms they were
.using in their choices. This did not seem to fit‘into any of Raths?
/ d ;
7
?JI feel that. I have had only partia1 success in developing an
K

categories. ’

.
A

e

/
instinctive ability to use clarifying responses., Bven during an inten-

—

sive effort durin§ the two\weeks when I was recording my efforts, I

frequently became caught up in other concerns’and let good . oppor tun-
ities pass by. Since then I have often reverted back'to,oid habits’

while my attention was focused on other techniques, I suspect that

< -

these responses are a bit like playing a a muSical instrument. Both,

o i

require long periods of practice in order to develop unconsciousl
habits. ¢
While I was trying to develop ciarifying respopsegskills,'
k'*;I also began with several of Raths! other techniques. Hé proposes
: that -the students kéep a time diary in order te\document how they
) are- spendi:; their 1ives and to make some decis;ons about whether N
&= .

i

3
'
4,

- . . A |
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orvuot c\h‘angeslarenecessary.'31 I had the students keep the diary.

{ for a week .and then asked them to add up howfuuch time they had
spent on various activities and to write a few pages on whet changes

) they would like to»hake. The results .of this exercise were.sufficientfy .
poor that i_have-to fall back on the lame adaée that if you have |
-reéched just one student, you should be happya One student found
that he had watched forty one hours of televiSion and seemed genuinely
appalled. ' . ) ﬂ A ‘
. ~‘ﬁany‘of tﬁe students did not follow directions and kept only

azgeperal account of the amount;of time spent on various activities.

Perhaps sensing that the data in tue time diaries was not accurate,
theﬂgtudents,did«not use it infpore than a general sense and often

feli into adult platitudes about doiug more homework and watching

1ess:television. B S graded\the papers on the basis of effort‘'and

"skill rather than content, writing clarifying responses in the margins

and identifylng the adu1t p1atitudes as such. I would have preferred

to avoid grad1ng, but since it is sometimes an effort to have enough

grades to make a "fair" assessment at the end of the quarter, it seemed

wasteful not to utillze the students' and my efforts for this

pur%ose. (My grades are hardly a t reat, Any effort at all gets an

_A or| a B, usually an A.) ) e .

I doubt that the adu1t plat1tudes were in response to pressure
from grades. They are probably the result of a hundred soc1a11zatlon
facto;L and would have occurred with or without the .grade. There. has
been no\ observable vardetion in the content of the graJed and the
few &on-\raded papers that have been assigned‘this year except that
the-studehts tend to invest more time when there is a\grade'involved;

The time diaries generally failed to do more-than create a

~
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. vague awareness because the students were unwilling to do the exercise
. carefully, This is probably because I presented the‘assignment

A v
. abruptly without creatirg a need first, a problem to keep in mind

'

£
-
- " h

- for next time.

~

v e

Raths‘iproposes encouraging individual students to cake five
/ .
; minutas at the beginning of class to speak out on something which they :

have been thinking about. To insure that the speaker will not be
;attacked, he specifieS‘that no»responge should.be aX¥lowed at that
,time.Bz Students hafeiﬁsed this optibn four times this semester.

The topics included/comments on an/article on India, the Israeli-

Arab conflict the degree to which Hitler is b1ameworthy, and the

'?implication of housing prdinances. After the third and the fourth
'A / g .
- . / v
topics, I allgwed_discussion to occur afterwards. Both times the class

3 seemed“interested and . the speaker willing. Since such 1dea1 situations
> / .

;cannot always be jproduced at will, I saw no reason.to cﬂt things off, =~
" In both cases a productiveé student dominated discussion followed. -
. After the talk on the Xsraeli-Arab cenflict, the .students wanted to

jdiscussb'but they were getting emotional so I movéd on to something
. ' * ' // . f . AN W3
- else, - ./ ‘

The topics broﬁght np in these five minute presentationsnere
;all related to things we had discussed in c1ass. I was surprised
;however, that talks on the first and the third topics had 1little to
‘do with the. student's life and seemed to be motivated by a genuinely
:academic interest.
| ’Baths ;uggests a voting technique that provides students an
;Opportunity,to publicly state their views in,a'fairly depersonalized
:and uhthreate%ing manner.SB'When,a value related proposal ;s before .

"the class, students are. asked to show approval or disapproval by raising

thnir hands., The most interesting use of this technique grew out of

Full Tt Provided by ERIC.

',EKCmssion of a Martin Luther King documentary. ' » 00021
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‘.asked the students how many would be willing to have black. families
live in their neighborhood All answered yes.,The next day I asked

how many would be W1lling to allow low income housing in their neighbor-
hood,,mentioning the problems that could entail. All voted no.
'These two votes did not necessarily indicate a concern,for integration .
divorced from a. concern about poverty, but they did'hrinéfthe issue,

The following ¢lass I gave a brief lecture on the prbbl%m of an

unjust distribution of resources,and outlined a racial and a class
approach to the problem; Since ‘there was no way I cguld be"objectite

on: this, I stated my point of view (favoring a class approach) stressing
that the students had to make their own decision. In the student
“dominated discuSSion that follgwed most of the class disagreed; With

5

me, and in fact conviced me, that both a racial and a class approach

are necéssary. : \
"In retrospect I notice that I presented the students with only'

some of the alternatives. I did not mefition an approach that says

that those with money deserve it because thcy worked. for it and were
clever. The approach concludes that there is no inJustice to deal w1th,
in the first place, If I had thought of this at the time, I would have ’

mentioned it. But I feel no sense of failure that I did not. Gilven / Y
- . » Kl B N 4
the vast amount of material that might be presented in a course, it / Lo

4 . o, . .
is inevitable that much will be left out and that this will be
determined, at least in part, by the teacher's perspective. Yhat the

; , (

! H

students do not get from my radical perspective, they will pick //

"up in the media or from other teachers. . S ’

Another value clarification technique Raths recommends asks
- the students to hand in a weekly thought sheet briefly discusding

something which came up in the past week that is related to values.

. -
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The teacher keeps these comments and hands then.back at the end of

34 Each week after collecting tne thought sheets,

the year for discussion.
I found myself looking forward to reading them. They were intrinsically
interesting and thought provoking., One student asked: if it is
sexist to exclude girls from little ieague; ig$ it not aiso sexist
to exclude old men from the girl scouts. I did not use these sheets'A

as the basis for student discussions partly because interesting

discussions were arising without them and partly because of ovefsighf{

This remains an option fo keep in mind for next year,
Unfortunately there was not sufficient time for a thorough

discussion of the‘thought sheets at the end of the year. (We were

short on time to review for the final exam.) When I hafided theém back

we did spend a half an hour discussing questions suggested by Raths,

An 1nterest1ng problem came up when I asked if the sheets reflected
the students interests. One student responded that his real interests

were stamps and model building, but he ‘wrote about foreign affairs

>

and domestic politics because the thought sheets,were'for :sckool,
Although this division undoubtedly comes from the’nature of American
educational institutions, one of the major obstacles I faced this

year in trying to break the division was the students themselves.
/

Normally,,whenever an issue was brought home to the students' lives,

about half the class vould turn}off, as if~thisucou1gﬁnotgpe serious

business, If the discussion continued beyond five or ten minutes, .

they wouid complain that we were wasting time.

P

- While applyiné Raths' techniques, needs arose that led me into.
By i L

several ideas of my own. I'had noticed that the students were using

clarifying responses on each other, but were limiting fhemSelves to

only one or two types of resporses. ("Are you saying.,.?" hDo you

i ooz



umean...?“) It secmed important that the students expand their

abilit& to use. clarifying responses so that they could clarify
the1r thoughts without the teacher and move beyond dependence.

To further develop the use of clarifying responses, I d1str1buted
Al

a sheet summarizing the seven parts of Raths' valuing process and

- ] .
asked for a volunteer to take a stand on some issue so that the rest

tof ﬁhe class could question him using Raths' model as a guide,
The discussion which followed was interesting; but the students
were not using Raths' instructions systematically., By chance most

of their questions were directed towards consequences, I tried this
exercise again in ‘the nertfclass nith the same problem., At this point

1 became caught up in new subject matter and the project was momentarily
. A » N « %
. Tef% behind, having created at best a passive awareness,
again
Later I triedato present Raths' model, this*time in a simplified

form. I stressed that in value d1scuss1ons, students should keep
" in mind alternatives, consequences and poss1bi11t10s for actlon.

I comblned these factors w;th two- general discussion skills, ma1nteining

A

" focus and calm, into a list of. five things to keep in mind when discussing

an issue, While there was 'some success on the general discussion

-

skills, an active concern for a1ternatives,'consequences and action
never developed, When I reminded the students about the "five things“

;.they could recite them, but with the exception of focus and caln,

“~this~ remazned~a~mechan1cal gesturey /T
It might have been too ambitious to try to develop in e;ghﬁf

- graders the same value skills I was finding difficult to devclop in

»

x'myself. I am not convinced this is, true, however, and would 1like to

try'again._Pcrhaps it wds too much to present‘all seven aspects

. /
of Raths' valuing process at once, Next\ time I might introduce the

T
P T
ks -
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aspects onc at a time with more systematic exercises to insure that

a clear model for the activity has been established, There might be,

. i -
for example, role playing exercises whore one student takes a stand

and another questions him initiating an aspect of the valuing process.
' L . . i ) \
While working with various valuing téchniques, it became apparent
.that for any‘serious work with vdlues, the students would have to

develop a.sense of the fallibility of' adult authority. I siuspected

~ . .
that while superfi?ial disrespect”’or”authoritj~was easy to find, -

underneath was a feellng that adults know what is best To undermine
\' ’i
this unwarranted respect, I 1nit1atcd discussions, and assdgned papers

-~ -

that 1ncluded the goss1b111ty that adult authority was in efror, and
. \

I required the students to make a decls1on about wvhat should‘be done,

‘Qne paper required an evaluation of a hypothetical punishment of a

student and a decision on what, if anything, might be done'to'reverse

. +
*

it., We also had a discussion on the misusé of power touching on

such international leaders as Nixon and Hitler and then coming home

to the problem of a malicious teacher. Once when‘the students were,
upset because their graduation was golng to be. dlfferent than they

had expected, I encouraged them to f1nd out what was golng‘ on and do

\

something about it, 7 1

A comparatiye project on the natnne.of _authority wasjtheﬁmost

‘extonsive assignment to break down an excessive respect for author1ty.

B

Thzs proaect illustrates how the social studies teacher can. move from
subject matter to problems in the students 1§ves by focusing on issues
i a

and concepts important in both areas. I asked the students to write

L

a series’of four brief papers: one discussing the' nature of adult,

authority in the Afrlcan v111age we were reading about, a second on”

|
- the nature of authority in the students’ Parentsr 1ives (based on data .
. .

- -
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gathergd in int%fvieﬁs), a third on authority in the students' own
‘1ives=and:h_fina1 paper discussing what an ideal type of authofity
would be based on‘thé insights.sf the. first three papers. The last
papers did npt indicate a radical break from autﬁority, but they did "
™ indicate a vivid awvareness of its possible abuses.
. -In addition to dealing.witp;the authority problem, I wanted to

develop a sense that history should be more than a collection of datar
- é .

" on a.gifEE‘time and place. Before we-began tHE“project I asked the
tudents to write a h1story .of a day in their 1ives to show‘me what

they thought history was, Durlng the project I stressed that hlstory

-

at its best should marshal data towards a better understahdlng'of
a problem relevant both to the past and to today. The analysis should

1ead to a value decision about what should be done. I went bgsk over

P&St—dlSCUSSlonSotO illustnate how. we had been doing this-and emphasized

»

3

how the authority project followed this model. At the end of the .

proaect I again.asked the, students to wrlte a h1stofy of a day in

" their lives-to see if I had had any impact. The results were not

=

éutstanding, but some progress was made, On the first. effort three

-

students (out of twelve) related the events. of their day to an issue

*

T and four ﬁseé'the data for a value gecisioq. After th€authority project, |

five students:relgt;d the data to an issue and six used the data for

b ]
2
a value decision. -

In developing a sense of the faifibilitf'of authority, I was

7

_conscious of my own role as an authority figure. I made it clear to the

»

étpdgnts that the institution required that I maintain ultimate

authority, but I aliso encouraged them %o take an activé'fole in

~

classroom decisions. For efficiency, we normally proceeded with

bactitities that I had dedided on, but if there was'strong objection,

2
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° Rather,

3 - - |
o "2,4'- R !
. R ) .‘ ) o R
I allowed a group decisiorn 'as long as it was ‘mot too directly in
. ' . ‘iﬁ. N ) . . r’; ”‘ ¥ v
opposition to the appearances mecessary for me go keep my job.
. d

The most important'decision the class made was to drop a dull text-

-book and.stop,the exam based on it, This, of course, was just

o
bensvolent paternalism, but little more is possible given
. . Ze . )
institutiogg;,nequirement§.‘ : . ,
- To encourage tha students to exert their will, I;tried to be~honest

about my weaknesses and fa11ures. Once after a poor class,
I blamed the students for notvmaklng an effort Afterwards I realized
that the fault was .as much mine as theirs. The next day I told them so
‘and apologlzed Some of the studnets. have troub1e spelllng, a problem
that at age 27,1 have still not completely overcome. I told the class
‘some of the trouble this has'caused me, When ;,am doing work at the

)

blackboard and a word I

am‘not sure about comes up, we look it up
together. To further bring my authority:into question, halfway
‘throuéh the year, I stated what the students already'knew -= that

I am & socialist -- and asked them if I'should be fired. They assured
"me I could stap; hut not because radicals'should be allowed to teach.
they stressed that I had not done anything wrong, not exactly
a compliment com1ng from an estab11shment perspectlve.

One of the results of too much respect for author1ty is that

students fa11 to consider more. than a narrow spectrum of alternatives

when making decisiong. In value d1scuss1on, I tr1ed to reduce thls

H

problem by setting up continua of alternative decisions and asklng the

students if they could extend the extremes. At first this exercise
was somewhat ineffective'bccause the students tended to offer alter-

I

- natlves whlch they felt were ridiculous and the discussion became a

Joke; In response to this problem I began mov1ng more directly to

t

Q
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‘a consideration of consequences to eliminate the t uly absurd

a1ternatives from those that appeareéd absurd‘gbut when subaected

ES

to analysis became real possibilities. I am still uncertain about
!

:the potential of this exercise because after initial’ eXperlmentatlon

my dﬁtention was diverted and I stopped-using 1t.

-, -
I also tried to, brodden the students sense of alternatives by
éxposing them:to my socialist‘perspective. Classroom discussions
indieated that most of the students believed in a' competltgve

social order with an unequal dls%rlbution of wealth By present1ng

the possibility of a more.c00perative social order, I hoped to at

least create an -awareness and a willingness to consider this alter-

» AR

native, . . -
.. My efférts to broaden the specﬁrnm from which the students maie

choices were incomplete., I did lay an essential groundwork with efforts

to nndermine autbqrity and to present neglected alternatives, Tne

. initiative here, however, was mine, Tﬁere was 1it%}e ef fort to

.fiext year, - o S
Tbe value clarification techniques discuSsed here have taken
place in a broad methodologlcal framework that begins with readings

on.Africa and nsia and continues with discussions éf un1versa1 topics
and short thought napers. I+ is«inportant to phrase the-toﬁics in
universal terms to insure that past and‘far off deveiopmentslare
iare connected to the needs of American socdety today and to concerns
in the. studenﬁs' own 1ires. This does not mean that content'has o
belldddted by a narrow concept of relevancy. All historicalAdevelop-
ments are relevant in_that they make’hs aware of‘possibie alternativesi

. . . / .
and ‘consequences to keep in mind inddé%ling with contemporary ,

&

”

transfer this initiative to the students, This remains a challenge for:




A,

P 'prqblemachhecgroblem that often arises, however, is that thes .
T deveippments,are taught in an"isp't’that-interesting"manner th:;\;;;;;\\\\\\\
, : ' : " \

L - -26- ‘

to Gstablisn the connection with contemporary needs.
‘Below are some of the issues we discussed:

The role of respect in a ch11d'5 1ife
Cultural stability and chdnge
“The prerequisitas,fov polstlcal unity ‘
Implications of the Buddhist maxim against jobs
which 1n3ure otizers

. " Killing deviants for & 1arger social good

" The role of women* ‘

The right of one soc¢ety to impose its. morallty 0

. " on another

The potentlal and threat of alternative life styles

A1l these topics can easily be applied to Africa or Asia,
contemporary America -and the specific life of an ildividual adolescent.
Tnexdisguésion of killing deviants for the 1ar§er social good, for
'example,‘deglt with African witchcraft, éapital punishment, and

 severe puni;Ements at school 1like exfuls;on. S . ' 1

In planﬁing for class discussions I tried to insure that

students understood the appropri%te data on Africa or’Asia, that the
topic concerned problems they were likely to be interested in and
that they were developing the dlSLUSSlOﬂ and cognitlve skills necessary
to handle such toplcs without a teacher, The challenge was to prOV1de

|

for the above needs as efficiently as mwssible and withdraw to allow

the étudents time ’o practibé with the%r developiqg ski}ls and under-
standings.,. ' | ) -

In fulfilling my responsibility to clarify relevant gafg; I

found myself in trouble while working with‘India. I havg little

‘background'in this area whicgiis'all gight if you ar; teaching a series
. of facts strung out in a.textbook. For the issues we~wefe dealing
» w}th, however, the text simply did hot_have thé needed data,-
- i

‘EKC o 00029
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- It seems that a liberation from dull chironologies places an added
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respdnsibility on the teacher to do serious reading.’If you are

going to g0 beYond names and dates, then you have to unders%an‘what .

you are talking about.
13

Motivation was not a major problem this year partly because the

students were remarkably self motivated, partly because the issues

¢ -
——

discussed were couched in relevant terms, partly because. the social

. contact involved in group discussions makes it a rather enjoyable

way of learning. Once I began clzss by throwing out an issue, asking‘
what the students thought about it, and withdrawing. The discussion

never really got started. Sometimes this technique worked, but it

\,

seems worthwhile for the teacher to dircct the discussion atvleast \

until students have developed a momentum of their own. I began one

s

of our most intense discussions by asking the students to spend a

~

few minutes thinking and. then write a brief statemﬁét on the issue

to be discussed., I then had some of the students read/éhat they had
- - —— ’n

written. Buring the discussion which followed, the students who had

read their statement paid particularly close attention as if they had

1

° \ H |

an investment to protect. “« . ’
X . :

If.the class as a whole has expressed a willingness to work out /

£

v

its ideas in classroom discussiégé,.four out of the twelve students ’

\ |

feel uncomfortable wheniI withdraw and leave the students on their ) j

own. These four students rarely talk during student to student.

discussions and at various times nave told me that time spent without

»

firm direction from me is wasted. 1ﬂhave tried to explain to them

that although student to student discussions might appeér mor e
inefficient, fhey give the students time to practice running their |

own discussions so "they do not become too dependent on the teacher.f

i

'

7 f
N !

»~

i e




/ more systematic approach.
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,comprehension, application, analysis and evaluation.
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I have.éncouraged these four students to speak up when they feel other
students are being silly or not staying on the topic. Several times
they’have made an effort,‘but usually they simply withdraw. I have f.
avoided pushing them too hard, Class discgssions seem to require
an‘initiative that porders on aggressiveness; Some personalities are

less suited for this than others and learn“in other ways.

While working with discussion‘skills, I tried to relate class

N

activities to- the cognitive taxonomy developed by Benjamin Bloom.

The six part taxonomy begins with knowledge and moves up through

PR
35™ It presents

3

a wide array of needs and possibilities, but as only one part of an

extensive series of materials that I was learning about, there were

were being directed to activities covering a large segment of the

" taxonomy, I kept a chart of which categories had been practiced
//¢‘7 . -

during each class, The‘chart indicates that my largely instinctive g

§
i

‘approachito cognitive development has led'to activity encouraging

most of the skills in the taxonomy. It does not show, however; if

this encouragement had any impact. Next year I would like to try a

4

—r

Implicit in Bloom's taxonomy are two skills which have proved
essential’ for productive discussion. an‘ability to maintain the
focus of the»discussion’and keep emotions under control. I have p
already mentioned a limited succefs in developing these skills.v
After initial discussions during which I maintained the focus and
a calm atmosphere,;I explained what I had been.doing-to the\students
and told them they should try doing this themselves. For the rest
of the year; I pfaced this responsibility more and more in student

P

1imits to how much T could do. To establish whether or not the students

—
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hands, Yhen a discussion started to. wander or become overly emotional,

I waited to see if the §tudeﬁts would try to correct the problem them-
* selves. Often they did, coming forth with comments like, "What's

that got to .do with what we're talking about?" "What's your point?"-

S

-

"You re getting emot10na1 T ’ ' -

‘In preparlng for class discussions I would select several
topics and see whlch one caught the students' 1nterest At flrst
(I thought it was enough Just to have thé topics and see what developed.
This resulted ih classes Where I was clarifying my own ideas as.the
‘students ciarified theins. This might ahpear to be a good way to
‘break downAauthoritx—with a learning proce§s:where students an&
teaeher gfow together,—but if we were. growing together, I was‘alse
taking up class time with h; own cohfusion. Since the students still
looked upon me as.much as a teacher,as a fellow 1eagner, confusion’fnom
me was detracting from the discussion more than confusion from
another student, To avoid this broblem i began preparingAsenewhat
‘detailed outlines on possible discussion toﬁics, not te impese them
on'the students, but rather to insure that any directien I provided
. was as,effieient'as possible.‘ .

. At times I still became just one more cenfused learner(‘quics
would often develop ih direction; I ha& not'anticipated and I would
have to deal W1th ideas T had not worked out in advance. Once the

1ass wanted to work on def1n1t10ns for terminology being used in

!
our discussion of African and Western thought systems. What, for

-~ -~

1 1
etample, is the dlfferehce between common scnse %?d other types of

(3

: | Co
thought? I was so uncertain about a dlstinctlon that I had previously
taken as obvious that I had to give up any directive function and

_join*the students in working out the problem.
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It seems fairly important that topins for discussion develop
from the students as much as possible -- ospecially those dealing
with*falues. Some of Sidney Simon's value lessons are ready-made
;nd could be used the next day, Observation of one of theseglessons
indicated a motivation problem. The §tudent§ went through the motions
but wene_notireally interested. I have had tne same problem with
several. assxgnments that developed from my interests rather than the
*students. Although I can sense which topics have more potential for
students interest than others, I am continually surprised with_what
really gets‘the_studantsrexcited and what leads only to-a nolite
'interesto

Tﬁeidiscussions this year have indicated that the students
are,jat times, willing to discuss topjics not immeddately connected
to,their litesg'The discussion of whether or not bne culture has the
right to impose its morality on, another focused largely on the British
interference with Indian tradition. There was no need to translate this
intoVTsay, student athletes making fun of other students wno study
a 1ot and,do not 1like sports. In one senéé‘l was encouraged that the
students had a humaniatic curiosity and did not require a narrow
relevance in everything we discussed, Ultimately, however, such topics
‘have to be translated into persondl terms if there is to be any
‘potential for action.

Barly in the second semester I began to wonder if I was allowing
the students enough class time:forAetudent dominated discussions. If

stndents were "to make choices..and to make them freel"y,n36 then

regular/seSEons with a low teacher profile were essential. To

.

_.establish more precisely how often various types of discnssions

were occurring, I devised a series of categories and began to keep

(4] ' -
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a record These categorles 1ndicated t%? degree of teacher dominance,

who had inﬂt;ated the topic under discussions and who had insured

that the diséussiqn diq/nét wanéer from *it. The table below covers
R { ‘,, - : ’ .
28'c1asses {rqm February through April. (The class meets only three

times a week.) The figures indicats:both shorter discussions and
£ ; ’ N

‘entire clésssperiods." '

Y

. -
- : I o’y

11 ~ ’ ~
Nature of the discussion _ ‘ Number of sessions
1. Discussions to develop student knowledge .16

“rather than thought skills, Teacher does
. more than half the talking.

2. Discussion for skill development, ' 21 =
v Teacher does about half the talking

53, Biscussion for student practice. Teacher 11
has largely withdrawn._ and.. speaks either
not at all or only at intervals of several

m1nutes.
: : e "
. . . - — - -
Who défines and maintains the focus Number of sessions
1. The teacher defines. the focus of the - 22

discussions and with some flexibility -,
enforces it,

2. The téacher defines the focus of the _ &
discussion but places the responsibility
for maintalning it on the students

3. The teacher allows the students to define . 5
the focus of the discussion but enforces
it himself. '

4, The teacher allows the discussion to 9 ’
follow its own course. 2

(The term "skill development" in number two of part one refers to

a largely instinctive effort’to move the students towards clear
thinking by encpuraging'them tb‘state their jdeas and bressing

them when they are not clear or dqnsistent.)

e

% !
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The first part of the table indicates an encouraging link

between what I:wanted to do and what I was actually doing. i*

spent half the recorded discussions on skill developnent, allowing a
‘fourth for data clarification and a fourth for student bractice
discussions. (This record .is somewhat.imprecise because the time c¢f
deach diséusSion is not given ) It might‘be desirable to reduce the
time developing skills and allow more time for practice, a pwoblem
for experimentation next year. I also suspect that my "withdrawal"
from student run«discu551ons might be more complete. It might be
helpful to reduce the frequency of teacher comments during these
discussions. ' ‘

[

The second part of the table is also’ encouraging. During a

fourth of ith'e time, I shared with the class the responsibility for

establishing and enforcing the focus of the discu551on. Almost

another' fourth of the itime the students were on their own. In §

: '7dea11ng Wlth these nug%ers it is difficult to know what is satisfaétory
., or good, Next year I mi ght try to. see 1f student in1t1ative and

responsibility here can be increased It might also be helpful to

'add a third part to the table recording who had taken. responsibility

for focus and for keeping emotions under control.

The above chart was helpfultin a éeneral sense, but it did not
proyide detailed information on classroom interactﬁon. I_wanted'to‘
establish just how much of that student initiative essential for
value clarification I was allouiné in the various types of discussion.
To:obtain this data, I-began taping my classes and applying Edmund
Amidon's measurement system. Amidon's system measures interaction
E by recording each three-second period of talk in one of twelve
categories. I applied the si%em to eleven different discussions of
/

C oo ..
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about ten minutes each and made the recommended charts showing
the pattern of the 1nteraetiop.

I'now noeded a means of comparing the amount of activity that

1

hadcoecurred in each of Amidon's categories in any giyen discussion,
A geries of ratios seemed the ﬁest method. I made a Iist of six

including a ratio of any type of student talk to-any type of teacher
' ) [
talk and a ratio of extended student talk to extended teacher

talk, (In Amidon s system extended talk is two or nore 3-second

<

talk periods in suecession ) I arranged the two numbers of each ratio

" 80 that ‘the higher the ratio the higher the degree of student initia-

J
tive. For example. in the ratio of any type of student talk to

any type of teacher talk, I placed the number of 3- second talk
. /
periods of student talk before the number of p riods of teacher

talk, Thus if the number of student talk periods was high, let's
*say 80, and the number of teacher talk perlods was low, let's say

20. the ratio wouldzbe high, 400: 100 or L: lf To facilitate comparison,

-

I alse converted all ratios so that the seeond number would always

/

"be 100. Thus 15:60 would becomeé 25:100, o .

‘ The ratios served as a convenient method of collating an

!

overview of the dqta,collected:.i merely had to compute an average ’
fer each of the six raties based on the discissions I had measufed.
Below is a table of the ratio avpragés. Column A gives averages based
en five skill developing diseussions.with active teachor partici-

pation. Column.B gives averages based on six discussions centering

-

iargely on data clarification with a. strong .element of teacher .

1

; dom1nance. Column .C gives averages based on two skill _developing
discussions with active teacher participation which occurred

after a month’s effort to improve upon the disciassions in column A,

!
£
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Ratios Based on Amidon's Measurement System

Ratio Explanation Averages
| A . B ¢

—
-

1. Any type of étudent to. Any type of teacher 91:100 48:100 107:100
talk talk

2, Bxtended student to Extonde& teachex 82:100 36:100 110:100
talk ; talk ' .
3. Student initiated to Teachef initiated 583100 38:i00 54:100
talk talk -

. Teacher questions to Teacher statements 36:100 11:100  55:100
. Teacher response to _Teacher initiated 29:100 22:100 1%4:100
talk & . .
- . ®

"Student remarks to Student remarks 18$100 20:100 51100 o
{initiated or not) (initiated or not) ' - p
directed to other { _directed to the \ ) .
students . \ teacher

. ( ; ,

N {

S, :
The ratios present both—énco&ragement‘and a need for improvoﬁgnt.

The meé}uromont of skill development discussions in column A indicates

that in our &%ﬂ&& o%%?of discussion, the students talk almost-as

much as I do.:For any .type of talk, if I spoke for cne hundred *J
3-second pofiods. the students spoke for ninety<one 3-second periods.
For extended talk (two or more Basecond talk periods in succession),

. if I spoke for one hundred 3“second periods, the students spoke for

\

|

|

|

\

|

/ . - * _‘

eighty-two. ’ . . ) ‘

. . . »i
Measurement of data clarification discussions in column B indicates

|

|

|

\

a higher levei of teachcr dominance. but these discussions occur less

,c

froquontly and seem naturally to, load to a higher level of direction
simply because I have been exposed to the data longer., Even here,
- %

: hoygvor. student initiative existed. For any type of talk, if I spoke

£ “rcnc hﬁndrod 3—socond periods, the students spoke for forty-eight,

G?or extended talk, if I spoke for one hundrod anocond periods, the

Full Tt Provided by ERIC.
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In cgnsidering the ratios in columns A and B,. the frequency
with which these discussions occur should be kept in mind, The
cﬁa}t on page 31 indicates that skill doveiopment discuse@ons occur

\
A

about nalf'the time, and.datavclarification discussions about half
"as often. (Unfortunately I neglected to indicate the,&ength of the
dlscussion ) If I appear more enthusiastic about student initiatlve
in the measured discussions than the ratio§ warrant,(lt should ~

be Kept in mind that these discussions are the ones bascd en teacher
direction. Thus it should be neither surprising nor discouraging
that student initiative has occurred w1thin a;structure of my dominance.
Eor ev%;y three of these directed discqssions, however, there is

a diseds§ion where I withdraw allowing the stndents to speak with N
only occasional interruﬁtion. (I have not used Amidon{§ system witn
‘these discussions because it is ill suitedhfor them, )

I realize that the question of how mueh teacher dominance is
acceptable is a difficult ene; What seems a constructive level of
direction to me might appear outrageously coercive or pefmissive te)
another, with little potential for either of us to establish concf;-

‘sively tnat we are right., As with other imposéibly conple} teaching
problems that demand a decision now, I proceed from what experience
.andwneflegtion,tell me is right, It seems to me that some adults
have thought tools and data that are potentially useful. Efforts to
pas :the;erskills and data on to the next generation require a degree

of adultfdirection.‘Without this direction there is no reason for

i

i .
adult presence. Any need for teacher direction, however, should not
become an excuse for consistent dominance, The students should
have a chande to use the data they have learned and the tools they

are developing to reach autonomous decisions’ about what they think

&

L4
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1s right and wrong. This leaves the teacher with.the contradictory; A
but .productive task of asserting his authority while teaching skills

‘and data and then undérmining it so that the students can make
A\

their own decisions.

Whatever encouragement the:ratios provide. they also indicate
Kthat my direction might be stronger than necessary for the goals I f ‘
have . outlined. After compiling the data in columns A and B based k .
'on earlier discussions, it seemed clear that nork uﬁé needed to- ‘
1ncrease studentfinitiative in thg areas measured by the rourth)fitth-'
and. sixth ratios. while the data clarification discussions measured
. in column B were probably not ideal I decided to rocus eftorts for ‘
improvement on the skill discussions, where the potential.for student“
initiative seemed higner. ' |

'In these discussicns. the low ratio of teacher questions to
to teacher statements 1nd1cated that I was spending ten minutes
'presenting anecdotes and data for -every. three and a half spent T e
’question ng. Teacher statements are sometimes necessary during skill
discussions to clarify data and to _present anecdotes whlch increase . )
1nterest and give the discussion a personal tlavor. Nonetheless. an ‘
etfort was needed to see if these teacher statements were excesslve.
The low ratio of teacher response to teacher 1initiated talk 1n;}cated
- that I was perhaps redbndlng to student comments and continuing
extensively with my own 1deas 1nstead of giving d brief response -and
stopping to see 1t the students had further comments to make. The
~ low ratio of student remarks directed=to other students to student.
remarks directed to theﬁteacher indicated a fallure to effectively

encourage students to address comments to individual students or

to the class as a whole.,

00039 - .
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In\fospoﬁse to this diagnosis, I made a list of questions to

keep' in mind .during skill discéussions:

1, Which teacher statemonts are essential for data or
to set .a productive atmosphere and which stem from
: tho onjo)mont of boing tho ce .ter of attention? I

2. Do teacher responses tond to become unnecessakily
long, le inv to non-essential teacher initiated talk.

. 3. Is the teacher taking students comments directed to LT
" him and redirecting them to the class with an explana- : i
tion that: it is better if he is not always the center
of attention, \ |- ' ’

Although ratios ono, two and three seemed fairly satisfactor},
X wanted to see if they too might be improved sn I added two more
quostions- " \ ‘

L, Was I cutting sthdents comments short and limiting tho
potential for extended ¢omments?

. 5. Was I allowing an occasional silence to encourage
IR student initiated comments?

-

With the multiplo‘domands piaced—on a teacher's attention
‘ during most classes, I found it difficult to maintggn these questions
t a conscious level during actual classes. After initial failuros.
I started vriting lesson plans on only half a sneot‘of\papor with
tho questions in bold letters on the other half, I also found it
holpful to select one question at aytimo for concentratod attention,
‘Aften a month's effort, I was suro I had oniy mado_a'boginning, .
Tho'tyo skill discussions moasured at the end of that month
(colugn,C'on:tho chart on p. 3%) indicate a mixod-succoss when compared
‘with earlier skill discussions (column A). The ratio of teacher
*qgostions to teacher stotonents incroasod from 26:100 to 55;100. The
ratio of any type of studont talk to any type of teacher talk increased ™
from 91:100 to 107:100, ?nd the ratio of extended student talk to |

. oxtondod toacher talk incroasod from S52: 100 to 110:100, Tho ratio of

%
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student initiated talk to teacher initiated talk stayed:about the

- same. The ratio of teacher response to teacher inttiated statements

o and the rggié of students remarks directed to other students to

:student remarks direeted to the teaeher both deereased. The deorease

fk‘.iu these two ratios might have been partly due to varying interpretation

while applying Amidon's system. While measuring the-discussions, I
| am not sure I applied a uniform definition of initiated and responding
talk A distinetion whieh at first,seemed obvious no longer seems so.
It was also diftieult to distinguish between student remarks direeted

%f ~to the teaeler and those direeted to other students. Some were just

" throvm out to no one in partieular. This shou]d indicate ‘the cloudy

nature of some of the figures that appear so erisp and elear in the
table, - oo - '

' b

The first seeond and fourth ratios are probebly the moat
1,
‘oaeeurate. For ratio ons, there is no trouble determining if a student 8
or the -teacher is talkins. For ratio two,everz,oonsecutive three-

seeond period after the first was reeorded éé a unit of extended .

talk,. again no derinitional ambiguity‘ For the fourth ratio. ‘there were

no problems distinguishing teaeher questions from teaeher statements.

It is eneS\ragins to note’tﬁat’ZEI three of these ratios reeorded
/

improvement (I notieed this after establishing that these ratios seemed

more reliablelh , . g ’\

.

The main limitation with the ratios is that they ‘d6 not give the

- eontent of nhat is bsins said. One could coneeivably have a large

degree of student initiative based on shared ignoranee. The ehart I

;A kept based on Bloom's taxonomy. however, indicates a daily develop-

mént of new knowledge plus a variety of the higher cognztive processes

(exeeptins ‘the. highest) R | : a

P

Q

?
£
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To further establish the quality of the: compents measured in

the ratios. I kept a profile on each student where I recorded what

I thought were signifioantAoomments. (Teachers with a 1arser class

. might do this with only a samp;lng of their students, ) The. profiles.

3
soon lndioated a mixture of nonsense and mature thousht. ‘They. wexre

,also helptul in showing me the problems individual students were

having, With eight weeks left in the semester.'I,made a 118t of five

‘students‘who gseenmed to be having special problems and resoived to

make an effort with them, To make my efforts openly directive rather

i‘.than manlpulative. I told each of these students what I suspected
g "ght be a problem and suggested that we make a speoial effort

together to correct it. Iisted below are the problems I diagnosed:

A S Student hbs & consistent hostility for anything
i trsnge either in AT rioan oulture or in fellow’
students, '

2, Student has the potentLal for clear and oriainal thoughts,
‘\ut his comments are frequently disoriented.

3. Studént has a-problem similar to rumbsr.two.
4, Student ‘has great diffioulti‘in discuiasing caimly;;

5. Student has good ideas, but frequently leaves them half-
stated due to lack of confidence.

It 1s difficult to determine the impact of my efforts. I sm
fairly certain that little progress was made with the-first, fourth
and firth‘students. My effeotiveness was limitod‘by the Ysriety
of demands placed on my sttention at school which made ny efforts leas
than systematic. I also suspeot that some of the”@mobiems went deeper
than I was trained to handle. If my school had had a paychologist,
cooperation with Eimhdght have been helpful. |
I Early 1n the gsecond semester I sensed a\need éor & summative

evaluation that would indicate whether or not there had been a change

Q
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towards those studeqt attitudes essential for value clarification.

I devised three“questionnaires based on'Bloem's suggestions and his
affective taxonomy.37 I realized that ideally these questionnaires
’should be givensat the beginning of the year, but hoped that a
| period from Pebruary to May would provide at least some data. (The
. questionnaires are included in Appendix IV.)_ ‘

The first questionnaire measures awareness, the lowest category !
on Bloom's hierarchioal taxonomy. I wanted tohsoe the degree to whioh '
I had broken down the blinders of the students! socialization. and
expanded~their awareness of ways to respond.to their environment. I.
presented a Series of situations and dked the students to list about
five ways a boy or girl their age might res_ond. My evaluation of the
responses was based on four possible ”grades“ -- one for conventional._
responses and three more for increasingly unconventional responses. I
ohrased the evaluation in these terms because, as I hsve already
stressed, 1t is essentlal for meaningful Yalue clarification that the
students consjderation of alternatives go beyond the‘narrow continuum

..

of convention.

The results of:this questionnaire are uncertain. The ratio of L
responses, in all three uncéonventional categorles to responses in the
conventional category waa 0.53 in. February. In May this ratio had increased
to 0.74, an increase of 42% of the original ratio. However, this '
might have beefh due to variations in my application of the oategories.

"I tried to use the term conventional tc apply to actions acceptable to
middle America, but this is 80 vague that wide variations in inter-
pretation were possible. Even with this problenm, however. I will

continue to use the questionnaire. It is a useful way to introduce the .

students to the problem of underdeveloped awareness. The questionnaire

s
<
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ml ght even be adapted into a series of exercises. j

“The second ouestionnsire dealt éith willingness to recelve, a /
category s8lightly higher on Blogm's taxonomy. It tske enareness}end'
’éoes a step further into passive action, a willingneéss to expose’,
yourself to an experience. The questionnaire provides a2 1list of eXper- ?
iences that the students prohably oonsider neird and asks them ﬁo
indicate if they are willing o unwillins to, try 1t. As with the aware-

d

\ness of unconventional resp/nses messured/fn the first questionnaire.

, / ‘ ) ) .

I felt it was essential that the students be willing to go beyond
=y -

convention, if value olarificatibn "55 to be more than an exercise

in provincialism. /

danger was that students nould _anwer what they thought I wanted to
hear rather than what they felt. I hoped. however. that the atmosphere o
of the course would enoourage them to be honest. Although I d%d ‘not :

A\

|
|
!
|
| | %
The data from this questionnaire seems fairly reliable, The greatest j
1
1
|
1
i
ask them to, moat of the studente wrote their names. Comparins names
with answers and student personalities I was quite sure that ten out ;
of the tuelve students ‘were being honest. In February.xhe ratio of .
nilling to unwiliing responses was 1.78, in May 2.56. An inorease of .
44% of the original ratio. Even if "'17% 13 subtracted as error from the
two. students who were not honest, the progress is significsnt.
rhe_third questionnaire was designeg to measure student: |
attituées to iearning activities and went beyond.a wiliingness to o é
reoeive into more active response. The'questionnaire provides ? list
e'of learning eiperienoes and four possible responses. If a student
seiects the first response which indicates a high degree of interest.

y-he is asked to provide a'secon& response to indicate the extent of

his intersat. Response E is a control to see 1f the students are doing
. . . ¢
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ho questionnaire
. # sariously. The number of answers here indicates the level of inaccuracy

in the results. The first time the questionnaire was taken, the E
response indicate&a margin for error of 11%, the second time 16%.
Questions seven. ten and sixteen are also controls to determine the

Ty

veracity of student responses. The first two are activities that the o

students are sure to enjoy and do on their own.. The last ‘18 .an )

dctivity they are sure to do. only under pressure, Both times the question- i
naire was taken, questions seven and ten indioated honest repsonSel;

Question sixteen, however indicated problems, In February five out of

eieven students indioated a low veracity or a misunderstanding (an

error of uS%). and in May two students out ‘of. elevén (an "error of 18%). .

The possible errcr in February of 45% indicates that the results are

~vprobab1y not reliable. The problem might 1lie in the wording of the . .
responses which all mizht be taken to ocour within the context of
school and assigned tasks.“It might be helprul for next year to add an
explicit explanation of whet‘er or not the task was an assignment or

something connected with scho 1§ fe,

It should be clear by now ths\~the quantitative results from

the questionnaires are highly tentativo and at best can serve &8 one
among & variety of evaluative devices, ;;though some of the problﬂms I
have encountered can be minimized through revision. three problems are.
inescspable: 1) the results reglstered might benonly temporary; 2) some |
results‘might be Jatent and presentiy'unmeasureable: 3) results might 1
be due to a mixture of factors including some outgide of the teacher's .m
influence. Nonetheless, I plan to continue with these and other ‘ |
qnestionnaires. i have found them helpful not as a replacement for !
my‘impressions. but rather as a supplement to those impressions that

creates new awarenesses and finer sengsitivities..-

4

|

1

1

1

. 1

‘\)( . !

00045




-#3- ‘ R
To supplement the data from the questionnaires, I decided to

take one of the last studen%-run'discussiohs and‘gse it for summative
evzluation.’keepingﬂin mind how it differéd from earlier student-run
‘ dicsussions and how characteristic it was of such discussions at the
end of the year. The discussion began‘with comments on the use of _
}¢ poorly/paid Africans as gervants for white expatriates and then moved ‘
to whether or not the students families were Justified in havins .
servants. It lasted -about eighteen minutes. I spoke for abnut a minute
at the- beginning and a minute at the ‘end and took another two minutes
with six couments and six questions in the middle. Periods of student ‘
talk without teacher interruption varied, but two reached four minutes
in length This pattern for student-run discussions is typioal. I
xsuspect that meny of my comments in "the middle were an unnnecesary
,interference. I occasionally refrain from introductory or concluding
remarks. but probably rot often enough. i
The tape of the discussion indicated a substantial progress with
discussion sk1lls. With no help from me the students stayed on the

topic approachins it frpm several different angles. Emotional behavior

occurred. but 1t came’ ‘almost entirely. from one student who ‘has special
problems with this anyway. The class was quite erfective in isolating
‘her outbursts uith a quiet disgust and then continuing with what they
were talking about, The ability to both maintain focus -and fblate
emotionalism was falrly consistently displsyed towards the end of the -
’year,and marks a’ contrast to earlier dlscussions that had' more ’
difficulty developing a meaningful mementum. (This 18 based on

r

.impressionistic non-systematic observation.) .

.

The students. however, have not reached a,point where they take
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the initiative to direct the discussion towards Raths' nodel. During

the discussion. consequences were dealt wi.th extensively, and a . -

,somewhat effective link was made between rhetoric and action.cbut

this‘happehedfoj chance without a consclous connection with value
clarification,

If the skills displayed in the discuesion were at least somewhat
enoourasing. the - content ‘of what was being sald was :not. The
students (with only a few exceptiod5 took a callous stand towards the
poor saying essentially that you could make‘the poor do anything
you wanted as long as you‘paid them, One of my objectives in the caurse.
was to develop ‘humane sensitivities. If I have had any success, it
yag not evident in this discussion. /

Whatever doubts this ralses abuut my approach, I see 1ittle
attraotion in approaches which try to inculcate specific values, "

My instincts‘agree with Kohlbers. Even 1f you try, you oannot teach

~ value content; opportunism and rhetoric perhaps, but not real

¢ -

convictions, I do, however. try to develop humane sensitivities,
To more efrectivelyfmove'towards this goal next year, it might be
helpful to try simulations and role playing exercises. .

It might be argued that I have rejected teachins specific values
and “then tried to do just that: instill humanitarian values, Humane -
sensitivity. however. is so general it can hardly be called a specific '
value. With it one can argue both for and against oh a variety of w
fundamerital issues. It 18 certainly much more general and open than
the contempofary socialization process whose blinders I have tried to

undermine. Ultimately, however. there are 1imits to how far I will

encaurage free ohoice. I seek to widen the alternatives from which stydents
choose, but I stop short of .nihilism, I do 80 on faith.

»
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While disoussing my efforts with value clarification. I have tried
to be honest about this yeéart's 'ailures. Everything I have tried has had

some sort of problem, from administrative oversights like not allowing
- ) Id N .

problema.like failing to develop automatic olarifying responses, If
everything had ‘worked smoothly. there would be no need for this paper,
One need. only oonsult the experts. My experienoe. however, has indicated
T.:that value olarifioation 18 an enormously complex process riddled

3; with teohnioal and theoretical problems. This paper aasames that that
prooess is benefioial It presents ny difficulties and failures as

:‘.a guide for rell w teaohers and as a personal challenge for nert year's

course, o> -

. J
enough time to carry through on the thought sheets; to more rundamental Y




Appendiﬁ I: Kohlbergs' Six‘Stages of Moral Development from "Moral °\
De%glopment in the Schools: A Developmental View," THe School
Réview, 1966 p.7. : -

Appendix II:\ A Condensed ‘Version of the Affective Domain of the Taxonomy
of Educational Objectives from Krathwohl, Bloom, and Masia, Taxonomy
of Education Objectives, The Classification of Educational Goals,
Handbook II: Affective Domain. New York: David McKay, Co., 1956.

Appendix III: Systems for Measuring Classroom ‘Interaction
from, Edmund Amido anchlisabeth Hunter, Improving Teaching, The
- Analysis of Classroom Vérbal Interaction. New Yérk: Holt,
Rinehart Winton, Inc., 1966, p. 21 - .

*

The :above:: .- appendices have been removed from this -document prior to
o its s being submitted to the ERIC Document Reproduction Sérvice because of
poor legiblity. .
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Awareness-Questionnaire

The purpose of this questlonnaire is to determine what sort
of responses you are aware of for the ‘following situations. Consider !
each situation and give about five ways a boy or a girl.. your age
might respond. The responses included in your answers can be actions
you have seen or heard about or actually done yourself, or simply
actions which might occur. Limit your description of each response
to a sentence or two. - \

1.-Your parent called you to dinner at the usual time,

-

2; Your alarm clack accldentally went off at 6 :+00 on Sunday morning.

3.‘Because of heavy snow, school has been called off.
L, A fellow student‘pushed you down the stairs,at school.

5. You*and _your frineds had decided to play outside after school,
but now it is raining., -—

" 6, Your parent looked ti}ed after a long, difficult day.

7. You were watching teloevision with a friend. He/she wanted to turn
to another channel but you wanted ‘to see the rest of the show.

8. You were assigned to read ten pages of—meaddsmg in 2 book on Africa
for the next history class.

9. You were sent to the principal for not doing your homewo rk,

10'.. ¥hen you went out for recess you found the school yard covered
with new snow,

11. Your family just bought a hew stefeo.
: N _

Are- there any situations you would like to add to the 1ist} If-so,
describe the situation and make a list of responses that occur to you.

-
P ¥

# '-
This questlonnaire is an extenggon of ideas expressed in Bloom, -
196,"9 ppe 101"1070

-sf x \




Theé objective of this questionnaire is to determine whether or
.not you are willing to -expose yourself to unusual, unconventional

_Wiilingness To Receive Questionnaire’

*

or difficult experiences. Respond: to the following activities

with one of three possible answers: willing, uncertain, unwilling,

1.
2,
3.
4,

9.

11.
12.

13.

L]

1%,
15.
16.

17.
18,
- 19,

i
!
H
'
H

Q

Discuss the

Disquss the
Read a book
Discuss the
Discuss how

ﬁiscuss the

—

natural advantages of newver washing,

Ydrious techniques for picking soméone’s pocket.
on different types of fish-in the Bay of Bengal,
advantages of living in a Communist society.

to keep a healthy flover haxrden,

causes of body odor. . .
{ - ’

Watch a movie that encourages pecple to burn every Amorioan
flag they see. o . ot '

Listen to a lecture calling for the extermination of all remaining

American Indians.

Look at a picture that is just two straight lines on

white background for ten minutes,

10. Go to a party held for homesexuals.

Listen;to a. Brapms symphony, ) e

Zat. frfed termites or locusts to see if they are as good 2as
some Africans say.

Smell the .garbage §ile of a fish canning fattor

2
I

*

it smells like.

.'1

Roll in the sand on a beach to see what it feels 1like,

Swim in very cold water to see what it feels like.,

Bat something that usod to disgust you to see if you tastes

have changed.

Listen to various types of boat horns?

Go for two

‘Fast ‘for one day of every week,

This questionnaire is an extension of ideas expressed in Bloom,

'LRIC8%, pp. 126-130.

days and two nights without sleeping.

I

—

LY
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'Questionnairernﬁ Student Regyronses

' e

I. The purpose of this questionnaire is to digpover vhat you really
think about what we do in social studies~¢lass., Answer each question
as honestly and as frankly as |you possibly can. There are no *right*
answers as such, It is not expected that your own thoughts or
feelings or activities relating to class work should be the same as . -
the teacher's or.similar to those of other students,
(Adaptation from Bloom, 1964, pp. 12%.)

To complete the questionnaire, consider eacb act1v1ty below
ands

or reminded to.
.

1. Write A if you perfomrm -the activity without being told \\V
: |

2, Write B if you perform the activity only when told;~
or reminded to. . g

t

3. Writo C if you sometimes perform the aétivity when "”; =
- told or reminded. to, but not all the time. . >
. Q - . . - " ¢

k. Mark D if you do riot perform the activity

(Adaptation from Bloom, 1964, p. 123.) Y

IX. After considering.all the items below, go back and refead all
items that you responded to with letter 'A.. For each’ of these
mark a second response as follows: (Adaptation from Bloom,
1964, P.. 128.)
\
1. Write E if you are not really 1nterested in tho act1v1ty
and generally avoid it,
2, Write F if you are interested 4in the activity and do -
it willingly. A -

3. Write C if you do the activity because it makes you feel good,
gives you a feeling of satisfaction; .
1 . N

1. Continue to read a book, even if it’'does not seem intere§fing
at ,first,

-

é. Think about a prgblem over several days to clar:fy your tboughts
on it,

3. Set ub a continuum of possible choices before coming to conclusions.

4. Put your ideas on paper to clarify them,

¥ ’ B

5. Consﬁgyr the consequences of something youkassume'tp be right.

" 6. Bxamin your actions to see if they contradict your beliefs,

7. Watch television, ~ .

s

O Make an effort to alter you; behavior to fit your ideals.

ERIC ,. 00053
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9. Take a public stand on’something you think is right,

o < ‘ Y

“r

10, Go to the mocvies, . ) -

11. Use a dictionary to expand your vocabulary.

12, Watch the news or read z)newspaper daily,

13. Use your free tifie to discuss topics brought up in class.

.

15. Go to a movie which your friends did not 1iké Lecause they d1d not
understand it and sadd it was, "kinda wierd",

16. Take notes on data in a hlstory beok and then learn the data.

A

bt

|
14, Try to understand s&mething which sbems‘stfange. 1
|
|
i
|
1

TN
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Quoted directly from Raths. 1966, pp. 38-39.
2Kohlberg, "1946, pp. 3 & 15.
3Kohlberg. 1973, p.373.
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Kohlberg, 1973 p. 37%4. Kohlberg, 196# P. 424 g
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oBecker. 1945, p. 54 oo . . :
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